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Teaching Students How to Code Qualitative Data: An Experiential Activity
Sequence for Training Novice Educational Researchers
Jennifer E. Lineback
School of Education & Biology Department
Point Loma Nazarene University, USA

Abstract
Coursework on qualitative research methods is common in many collegiate departments, including
psychology, nursing, sociology, and education. Instructors for these courses must identify
meaningful activities to support their students’ learning of the domain. This paper presents the
components of an experiential activity sequence centered on coding and coding scheme
development. Each of the three component activities of this sequence is elaborated, as are the
students’ experiences during their participation in the activities. Additionally, the issues
concerning coding and coding scheme development that typically emerge from students’
participation in these activities are discussed. Results from implementations of both in-person
(face-to-face) and online versions of this activity sequence are shared.
Keywords: experiential learning, qualitative research methods, graduate education, coding,
online learning
Recommended Citation: Lineback, J. E. (2021). Teaching students how to code qualitative data:
An experiential activity sequence for training novice educational researchers. In W. B. James, C.
Cobanoglu, & M. Cavusoglu (Eds.), Advances in global education and research (Vol. 4, pp. 1–
11). USF M3 Publishing. https://www.doi.org/10.5038/9781955833042
Introduction
Many collegiate departments require their students to take a research design course that includes
qualitative research methods. Within the context of this course, instructors must intentionally
choose activities and assignments that foster a deep understanding of how to collect and analyze
qualitative data. In recent years, there has been support for the implementation of experiential
learning activities as an effective means of teaching qualitative methods (Correll Munn, 2015;
Delyser et al., 2013). Experiential learning has been described as “constructing knowledge and
meaning from real-life experience” (Yardley et al., 2012, p. 161). Within the realm of research
methods, this instructional approach engages novice researchers in elements of the qualitative
research process itself. To this end, some instructors have designed semester-long projects where
students enact successive stages of the research process (e.g. Correll Munn, 2015; SmithBattle,
2014; Snyder, 1995), whereas others have designed stand-alone activities that engage students in
a single element of the qualitative research process, such as: generating written memos (Cox,
2012), coding data (Correll Munn, 2015; Este et al., 1998) and interpreting data (McAllister &
Rowe, 2003). By strategically embedding such activities in a research methods course, instructors
enable their students to learn how to conduct research, instead of simply learning about the
research process (SmithBattle, 2014).
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Consistent with the approach taken by the aforementioned authors, this paper presents an
experiential learning sequence on inductive coding, a scaffolded sequence that immerses students
in the process of coding and coding scheme development. Through this sequence, students engage
in a series of activities that transition from coding simplistic “data” to coding more complex and
content-laden data. This experientially-based instructional sequence exposes students to the basics
of coding, affords them an opportunity to engage in coding scheme development, and raises
important issues regarding coding qualitative data for collective consideration.
Description of the Activity Sequence
The following experiential activity sequence (see Table 1) was developed iteratively over several
semesters. This sequence has been implemented in graduate-level courses in research design for
students in the School of Education and the Biology Department, the latter specifically in the area
of biology education. Revisions to the original experiential activity sequence were made as a result
of early instructor experiences, informally acquired student feedback, and student comments
provided via anonymous surveys. The activity sequence has been implemented in a face-to-face
setting, with students working in collaborative groups of 3-4 students for the initial in-class
activities. Additionally, during the COVID-19 pandemic, a modified sequence was implemented
virtually. Both the face-to-face and virtual versions of the sequence use the same activity structure,
however, the remote version of the activity sequence employs shared documents, as well as ZOOM
breakout rooms, to engage students in a real-time synchronous learning experience.
This experiential activity sequence has a sequence of three activities, called Foundational,
Intermediate, and Advanced (see Table 1), which engage students in the process of inductive
coding and affords them opportunities to generate coding schemes for sets of qualitative data
differing in scope, complexity, and content. These exercises provide students opportunities to
focus on salient features of the respective datasets to generate relevant coding schemes.
Furthermore, the activities afford students a chance to discuss concerns related to the coding
process that arise during their experiences.
Table 1. Overview of Experiential Activity Sequence in Inductive Coding
Duration and
method of
implementation
Dataset(s)

Brief lecture on coding
Lecture
(10 min)

Foundational activity
Synchronous activity*
(20 min)

Intermediate activity
Synchronous activity*
(10 min)

Advanced activity
Asynchronous assignment

Debriefing
(10 min)
Seashells/shapes**

Debriefing
(10 min)
Open-ended responses to a
survey prompt

Discussion Board
Videos, transcripts, artwork

* The foundational and intermediate synchronous activities can be implemented in a Face-to-Face format or
virtually (e.g. via Zoom®).
** Different colored two-dimensional shapes were used for the virtual version of this activity.

The coding activity sequence begins with a brief lecture describing the purpose and process of
inductive coding, with a focus on constant comparison (Strauss, 1987). Included in this lecture is
an articulation of the importance of analyzing qualitative data systematically, through a careful
comparison of data and the creation of categories for data that appear to be “similar.” A few
examples of qualitative analysis and coding schemes are also discussed.
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Following this introductory lecture, the students engage in the foundational activity. The intent
behind this experiential activity is to have students generate coding schemes for a collection of
discrete “data” that are unrelated to disciplinary content and afford numerous possibilities of
creating categories and subcategories. A large collection of sea shells has most often served as the
“data” for this particular activity when offered face-to-face (see Figure 1a), however other items
(e.g. buttons) have also been used. In the virtual setting, a collection of two-dimensional “shapes”
differing in size, shape, and color was used as the alternative to the physical seashells (see Figure
1b).
Figure 1. Collections for Coding: (A) Seashells, (B) 2-Dimensional Shapes
1a

1b

In the foundational activity, student groups are asked to categorize or “code” their particular
collection of objects. The students are not given any particular instructions as to how to code the
items or on what characteristics to base their particular coding scheme. This omission provides the
broadest opportunity for students to generate their own means of sorting the data, focusing on
characteristics of the data that appear most salient to them. The students are simply instructed to
sort the data and diagram their results (i.e., their “scheme”) on a separate blank document. They
are also informed that the coding scheme should be clear enough for other students to ideally
produce the same sorting outcome.
Once each group has successfully generated a coding scheme for their particular collection,
students review another group’s coding scheme. Consideration of another scheme prompts
students to reflect upon their own scheme and results in students raising questions and comments
for larger discussion. These comments/questions provide the basis for the first debriefing session,
where the class explores questions, concerns, and points of confusion about inductive coding and
the coding scheme development process that emerge through the foundational activity.
Following the foundational activity, the intermediate activity provides student groups with further
practice developing coding schemes. It is important to note that the original version of this
experiential activity sequence did not include this second activity. However, after several students
in the first cohort commented anonymously that the leap from the discrete foundational sorting
task to final advanced activity was too great, the intermediate activity was inserted as a means to
scaffold students from the first to the final coding tasks.
The intermediate activity consists of students coding the narrative responses to an open-ended
survey question. In the author’s classes, these data have consisted of anonymous responses to an
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end-of-semester survey prompt for a genetics course at the author’s religiously affiliated
institution: In the area of spiritual development, was this class… different than what you would
expect if it were taught at a state university? This prompt, as well as resultant survey responses
(see Appendix A), are provided to the students via hard copy when sessions are held in-person,
and electronically, when the sequence has been implemented virtually. The students then, either
physically or virtually, sort the student responses to this prompt according to how the responses
appear to answer the question (see Table 2). Following the intermediate activity, the students again
share their insights and questions grounded in their experiences through a second debriefing
session.
Table 2. Four Sample Survey Responses (and Potential Codes) From the Intermediate Activity
Sample survey response
Yes, topics were handled very gently on the more controversial things. The course felt more comfortable
than I'd imagine a state University in this experience to look like.
In the topic of Molecular Genetics and Evolutionary Theory the class was definitely different from what I
would expect at a state university, but the rest of the class was not.
I didn't really think spiritual development applied to this class. I personally didn't like that article on the
language of God just because I didn't think it was necessary to understand the material.
No, it was not different than what I expected. One thing I liked was the sheet given with different spiritual
views and how they related to science.

Potential code*
Yes (different)
Yes (different)
No (not different)
No (not different)

* Students may develop other ways to code the data, but these are consistent with common students’ categories.

The final component of this scaffolded experiential activity sequence, the advanced activity,
consists of a homework assignment, where students are assigned to code a dataset more complex
and content-dependent than the previous two. The dataset consists of a series of classroom videos
taken from a fifth-grade science lesson, depicting groups of fifth grade students verbally and
pictorially explaining their ideas about a scientific phenomenon. Similar to the previous activities,
the research design students are asked to code the available data, which includes videos, video
recording transcripts, and student artwork, using features that appear particularly salient to them.
In contrast to the previous two activities, however, the students are asked to produce two distinct
means of coding the data, forcing the students to consider alternate coding schemes to make sense
of the data. The students are also asked to review their peers’ coding schemes and are asked to
provide feedback regarding their feasibility of use, using a discussion board platform.
Reflections on Implementation
The following paragraphs describe common trends and student outcomes that consistently emerge
from the various components of the activity sequence.
Foundational Activity
During the initial activity, some student groups tend to adopt a “bottom up” approach, where they
first create piles of similar shells with little to no dialogue prior to the sorting (see Figure 1a). The
resultant shell clusters are then labeled according to their apparent physical attributes and, later,
are often separated into smaller sub-categories or merged into broader super categories. In contrast,
other groups take a “top-down” approach, where members first consider the collection as a whole
and create tentative categories to organize sorting. Once these categories are established, the group
members compare individual shells to the pre-established categories, in a process aligned with
constant comparison (Strauss, 1987). When shells do not fit the initial categories, the students
either modify an existing category or create a new category to accommodate the shell. Regardless
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of the approach taken, groups tend to sort the objects (shells or shapes) based upon physical
characteristics, such as shape, color, pattern, and size, as well as their similarity to other physical
objects, such as “fan,” “date-shaped,” or “giraffe.”
The ideas and concerns raised during the debriefing session following the foundational activity
ground productive dialogue about the intent behind generating coding schemes and how to create
appropriately descriptive, and applicable, coding schemes for a collection of “data.” First, students
consistently express concerns about what language to use when creating descriptive categories and
codes. In one class, for example, a group created an “inception cone” label for a group of shells
(circled in Figure 2). To the students in this group, the shells in question seemed similar in
appearance to the cone used by Leonard DiCaprio’s character in the 2010 movie Inception (Warner
Bros.). However, the clarity of this category was questioned by another group, and the merits of
appropriately communicative terminology was discussed as a whole class. Similarly, in the virtual
version of the activity, students in one group initially sorted the shapes into categories, labeled:
“smooth” or “bumpy.” However, in the subsequent debriefing session, a student in a different
group questioned whether a dashed line bordering a shape constituted a code of smooth or bumpy.
Thus, the topic of descriptive language again was raised as an important point of discussion.
Figure 2. Student-Generated Coding Scheme for Their Collection of Seashells

Note. The circled “inception cone” category prompted debate about whether it was sufficiently descriptive.

Concerns about the correct number of categories are also regularly raised during this debriefing
session. Students typically wonder whether it is possible to have a category with one shell, whether
it is possible to have too many or too few categories, and whether there can be an “other” or
“outlier” category. Another question that has often been raised during these debriefing sessions
relates to “How do we know what to look for when we code?” Such questions prompt dialogue
exploring the purpose of coding and its relationship to researcher intent: data are coded in such a
way as to address the specific research question or lens adopted by the individual researcher. In
this foundational activity, there is intentionally no such question or lens provided; thus, there is
little direction as to how to code the data, resulting in a broad spectrum of coding schemes.
Students have debated whether the resultant coding schemes generated would be more closely
aligned with one another if such a lens was provided, for example, if students were asked to code
seashells according to shape of shell. However, to date, this option has not been explored.
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Intermediate Activity
At the onset, students tend to sort the survey responses to the open-ended question into simple
“Yes” or “No” categories, similar to that as shown in Table 2. However, very quickly, they learn
that this binary approach is not sufficient to effectively code the entirety of the dataset. For
example, some of the narrative responses start with “Yes” but digress from a simple “yes”
response. Other responses do not seem to answer the survey question at all. For example, one
survey response states:
Well the content no but your presence yes. You made the class so much less intimidating and I knew that
you would always be there for me if I had trouble on anything. You were so encouraging and I know
teachers at a state university probably wouldn't have versus [sic] up on the screen before class but that was
a part of your personality.... [bolded emphases, mine].

Students struggle to assign this type of response to either a “Yes” or a “No” category, often
prompting students to create an additional category to accommodate the datum. Ultimately, the
survey activity results in student groups debating how best to categorize the responses, how many
different categories should exist, and what to “do” with outliers.
This intermediate activity provides an opportunity for additional practice with the coding process.
Furthermore, it exposes students to the ambiguity that can arise when analyzing qualitative data
with layers of content-related complexity and context. Finally, in contrast to the seashell activity,
the survey question provides a research “lens” by which students must view the data in order to
appropriately “code” them: how do the responses answer the question provided? In the debriefing
session that follows the intermediate activity, students acknowledge that attending to the seashells’
physical attributes in the first activity is inherently different, and more simplistic, than attending
to the human-generated comments in the second activity.
Advanced Activity
The final homework assignment engages students in the process of coding data more sophisticated
than the previous two. Students are permitted to attend to any number of features of available data
in order to generate two coding schemes. In the past, students have generated coding schemes that
focus on many different elements, including: the gender of the fifth-grade student(s) presenting,
the nature of the teacher’s interaction with the students presenting, the content specific aspects
depicted in the students’ artwork, and the scientific explanations provided by the student groups.
While the various structures and organizations of the resultant coding schemes are interesting, the
students’ explanation of their coding process (i.e. how their group engaged in the process of coding
scheme development) have been particularly noteworthy. The research design students’
descriptions of watching and re-watching video clips, generating emergent categories, comparing
data to those categories, revising their codes and ultimately delineating their final coding schemes
clearly communicate their deep engagement in the inductive components of the qualitative analysis
process. In addition, the context of these data (i.e. fifth-grade classroom) allows room for the
students’ prior experience within biology and/or education to help inform their coding process.
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In the Discussion Board posts that follow the coding scheme development, students raise
additional questions and concerns grounded in their experiences developing and applying coding
schemes. One issue that regularly is broached during this segment centers on the creation of
mutually exclusive categories. During the earlier activities, the data (seashells or survey responses)
are typically assigned to one and only one category/code. However, when faced with the
complexity of the video/artwork dataset and various ways of categorizing data, students regularly
question whether data can be included in more than one category. For example, if a particular
video segment includes more than one idea being presented, can the segment be coded more than
once, according to the separate ideas articulated? This question allows for productive dialogue
among the research design students about the purpose of coding, the nature of categories, and the
importance of the research question/focus in providing a lens by which to view the qualitative data.
Results and Discussion
To explore the efficacy of this scaffolded experiential sequence when preparing novice researchers
to code their own data, students from two distinct cohorts of SOE students and one cohort of
biology students were asked to complete anonymous surveys regarding their experiences taking
part in these activities. Collectively, 39 surveys, an overall response rate of 85%, were returned
from across all three cohorts. When asked about their experience with the foundational activity,
students across all three cohorts were overwhelmingly positive. Out of the 34 students who were
present for the foundational activity, 33 described their participation as being informative and
worthwhile. Students repeatedly used phrases like “so helpful,” “very beneficial,” and “great
experience” when describing the activity. For example, one representative student stated:
I thought that the shell coding was so helpful. It was very interesting to experience coding something that
had nothing to do with research data. The best part was seeing how other classmates … coded, to
experience first-hand how others can perceive the same data. [SOE student, cohort 2)

Following the insertion of the intermediate activity into the experiential sequence, students
appeared to appreciate the gradual elevation in complexity from the foundational to the
intermediate activity and, finally, to the advanced assignment. For example, when asked whether
the intermediate activity was a good follow-up to the foundational activity, one biology education
student stated, “Yes, because it helped link shape sorting, a familiar task, to a more intangible
concept of idea sorting.” Additionally, a SOE student from the second cohort shared that they felt
that all three activities were important: “I feel like [the foundational activity] was a great
introduction, but the [advanced assignment] is what brought everything together. All three
activities were needed, each serving a different purpose.”
When asked whether they felt prepared to code their own data after the instructional sequence,
66% of the 38 students across all three cohorts responding to the question reported strongly in the
affirmative. Another 26% expressed ambivalence, with several students saying that were unsure if
they were prepared since they didn’t know the nature of the data they would ultimately be
collecting. Only three out of the 38 respondents indicated that they did not feel prepared, all of
whom mentioned that they needed more practice prior to feeling ready to code their own data.
In addition to the surveys administered directly following the scaffolded sequence, 25 students, all
of whom had successfully completed their Master’s theses within four semesters of participating
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in the coding sequence, were invited to complete a follow-up survey regarding their experiences
coding qualitative data. Of the 19 students that responded, 16 acknowledged that they had collected
and analyzed qualitative data during their Master’s research projects and, thus, were included in
subsequent analyses. When these students were asked whether the coding activities were helpful
in preparing them to engage in qualitative analysis for their thesis, all 16 respondents answered in
the affirmative. Nine of the 16 students specifically identified the foundational activity as being
helpful for them, for such reasons as: making the abstract nature of coding more accessible,
allowing for hands-on practice organizing data, and providing examples of how different people
could organize the same data differently. This last reason seemed particularly noteworthy, as these
students seemed to understand the need to justify their reasoning behind their coding scheme in
order to substantiate it as a valid representation of the data. One student expressively stated:
I feel like the seashell coding exercise supported my understanding of coding. While working with others in
[my student] group, I realized how my coding may differ from another person's coding of the same data. As
I [later analyzed] my own data, I tried to refrain from being subjective, and I tried to see the data through
the lens of another individual. This allowed me to create topic areas that were succinct and easily
identifiable to other researchers.

Limitations and Considerations
This study took place with cohorts of students taking a semester-long Master’s level course in
research methods. These students, most of whom were not planning on a career in research, had
little to no prior experience collecting and analyzing qualitative data. Students from different
populations, especially those planning on a research career and/or with prior experience working
with qualitative data, might require less scaffolding than present in this activity sequence. In
particular, there may be less of a need of a “physical” set of data as part of the initial activity.
Regarding further changes to be made to the sequence, a few students have proposed suggestions
worthy of consideration. One student suggested adding a research question to provide a lens by
which to look at the data. To date, no research questions have been introduced for the foundational
activity nor the final advanced assignment. This has been intentional, to allow for many different
ways to code the data. However, this open-ended approach may be overwhelming for some
students. Perhaps a productive modification to this sequence could be to assign different groups to
a specific research question or, alternately, have the student groups choose from a pre-determined
set of questions. Other alterations proposed by former students include adding an activity where
students code field notes, brainstorming how the coding exercises might apply to the students’ own
future research projects, and elaborating the ethics of qualitative research. While these suggestions
have yet to be implemented, they do provide interesting opportunities that could expand the
benefits of this instructional sequence.
Conclusion
The sequence of experiential learning activities described in this paper engaged students as scheme
developers and coders. While it is arguable that this training could come via a number of different
kinds of activities or tasks, the scaffolded sequence described here served to gradually build
students’ confidence and capability in coding increasingly complex data sets. As a result of their
participation in these activities, students grew in their ability to recognize salient aspects of
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disparate data and utilize them as a means to generate relevant coding categories. The foundational
activity afforded the students an opportunity to “code” data unaffiliated with educational
phenomena, allowing the students to attend to the physical attributes of these data to categorize
them. The intermediate activity introduced students to the nuances of descriptive data, where they
faced the challenge of distinguishing subtle differences in “real” human responses. The advanced
activity required students to develop alternate coding schemes that represented more sophisticated
datasets, demanding even more discernment when comparing and categorizing salient features of
the data. The use of distinct data sets scaffolded across a series of in-class and out-of-class work,
provided students with repeated practice in the doing of coding, while giving them the opportunity
to attend to different facets of the data when doing so.
Through their participation in these learning activities, students were challenged with alternate
ways of looking at data, ambiguity in language when describing categories, and the possibility that
categories may not always be mutually exclusive. Debriefing sessions and the discussion board
created space for students to air their concerns/questions about these issues and elaborate them,
raising the students’ collective awareness of important aspects of coding, such as “Why code?”
“What do you pay attention to when coding?” and “What do you do after you code?”
Finally, responses on student surveys administered directly after the activity sequence, as well as
those administered several months later, conveyed the students’ sense of preparedness to code their
own data, which, for those that completed the follow-up survey, varied from survey responses to
field notes to interviews. Although a few students initially shared that they were hesitant to code
their own data, all students who completed the final survey indicated that felt suitably prepared to
do so. Furthermore, several students stated that they had “reflected” upon the instructional
activities or even “read through” their notes when analyzing their own data. One student elaborated
further: “I don't feel as though I would have fully understood the process or effectively coded my
own data if I had not done a physical experiment like the seashell activity.” Clearly, even months
after the coding activity sequence took place, students found the activities to be instrumental to
their research process.
In sum, the activities described here provide students with practice developing coding schemes
and prompted productive conversation about the coding process. Through their participation in the
experiential sequence, students have a chance to grow in their ability to code increasingly complex
qualitative data. This experiential learning sequence has been shown to be useful in training
education students how to engage in inductive coding.
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Appendix
Appendix A: Qualitative Answers
In the area of spiritual development, was this class [GENETICS] different than what you would expect if it were taught at a state
university?
I appreciated the incorporation of spiritual teachings and applications to the learnings. There was a perfect amount used in the course.
Yes I think so. I liked the discussion of God and Spirituality with biology as it seems appropriate given it's wondrous nature. I think the
class discussions were fun too, where people could openly discuss their beliefs.
Yes, it was different from what I would expect at a state university. Evolution for one thing would have been presented probably very
differently in regards to the presence of God.
As a young Christian student, I feel like I often correlate my science classes and all of its complexity with how great and magnificent
God is. The harder and more meticulous the information becomes, the better picture of God's artwork I imagine. I believe this class was
great in emphasizing that point as well. I know for sure that a state university would not do so.
OH YEAH! faith was brought into this course so well. Evolution and genetics go hand in hand and faith is right there with them. The
professor was SOO open to everyone's thoughts and was so respectful. Faith was very well incorporated but it wasn't 'shoved down our
throats.' The course fueled a lot of deep thinking and I absolutely loved this aspect of the course.
I felt that this class would have been the same if taught at a state university, there would most likely be slight differences. Like most
classes here, everyone has their own opinion and everyone respects that, so I think that in the area of spiritual development, it was not
tasking or trialing but more of new information and the evidence that supports that.
I thought the rigor and expected effort form students was similar to that you would find at any other university. There was areas where
the professor touched on the relationship of the materials in lecture and possible religious beliefs. I thought the professor encouraged
spiritual growth by posing challenging faith/science/ethical questions and by providing daily scriptures.
No, it was not different than what I expected. One thing I liked was the sheet given with different spiritual views and how they related to
science.
No I don’t think so except for talking about theistic evolution etc that one time. Mostly you talked like a state professor would about
monkeys and us having a common ancestor etc. The verse at the beginning of class was nice.
This class didn't feel much different than if it were taught at a university. Occasionally we touched on the topic of spirituality, and
towards the end we discussed theories of evolution and how the earth came to be, but I didn't expect the class to be focused on God
(although it never contradicted God).
I would say that many topics were generally handled much more sensitively than I would expect from a general state university.
Yes. This class always opened with a short verse, and the professor always discuss topics about how Genetics related to our faith in God.
At a state university, I would have missed out on having God in the classroom.
I enjoyed the final lecture incorporating faith and science, which I would not expect at a State University.
The fact that each Genetics class opened up with a Bible verse really explains how science and faith coexist together. This class would
be way different at a state university in regards to spiritual development and that's why I love PLNU!
Yes. I do not expect state universities to have prayer, Bible verses in class, or talk about the spiritual side from a Christian perspective.
Well the content no but your presence yes. You made the class so much less intimidating and I knew that you would always be there for
me if I had trouble on anything. You were so encouraging and I know teachers at a state university probably wouldn't have versus up on
the screen before class but that was a part of your personality of how you wanted to remind us that God wants this for us as much as you
want us to succeed in it.
We did have some times where we talked about God, or prayed before an exam. But most of the time it seemed like a regular genetics
class to me. The only times we really discussed God I feel like when we prayed before tests or if we had an article to read about
someone who defended their faith in the field of biology, or something like that.
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In the area of spiritual development, was this class [GENETICS] different than what you would expect if it were taught at a state
university?
Yes, topics were handled very gently on the more controversial things. The course felt more comfortable than I'd imagine a state
University in this experience to look like.
In the topic of Molecular Genetics and Evolutionary Theory the class was definitely different from what I would expect at a state
university, but the rest of the class was not.
I think it was different somewhat, I was glad we could have conversations based on ethical and moral issues surround IVF and other
subjects such as cloning. I absolutely loved reading the chapters from Francis Collins-I ended up buying the book! I think in every
science class it is good to talk about reconciling science and faith, because it seems so separated at times.
I didn't really think spiritual development applied to this class. I personally didn't like that article on the language of God just because I
didn't think it was necessary to understand the material.
I expect that this class would be different if taught at a state university because none of the faith based components would have been
included in the course. Because we are at a Christian university, I think it is important to address how faith pertains to the topic being
taught. The last supplemental reading written by Collins was really good. I ended up reading the entire excerpt and found it to be a
profound way to explain the correlation between faith and science, specifically genetics and thought that it was a great way to wrap up
the class.
Yes. In state universities the discussions about evolution always turn into some sort of attack or joke on Christianity which is annoying.
I believe so, however my beliefs didn't necessarily coincide with the general attitudes being expressed. At a state university I feel there
would be a lot less spiritual emphasis than I found here.
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